It is important that human resource management (HRM) undergraduate students develop critical thinking around project management decision making as part of their transferable skills development. Such initiatives provide opportunities for students to consider the implications of their decisions in relation to practical settings, that they might better address unexpected HRM demands of the future. We integrate project management into our teaching to progressively build students' skills in HRM. First, students engage in a project management case study and conduct a formal presentation. Second, we extend student awareness of divergent approaches to project management through engagement with excerpts from previous HRM student case studies. Third, the students execute project management of a written case study, under examination conditions. Our approach scaffolds students' higher order thinking and engagement with the divergent nature of the HRM discipline. We provide facilitator and student feedback to illustrate our outcomes. This research is relevant to management educators and, we suggest, is transferable to disciplines other than HRM.
Introduction
All too often, management educators observe undergraduate students who are surface learners, primarily concerned with passing assessments. Research suggests (McLoughlin & Luca 2002 ) that a deeper level of learning can be achieved when students take an active role in their learning. In this article, we present a practice project management case study process that engages students through a three-tier developmental teaching system (Falchikov 2005) .
We accommodate for classroom diversity in our human resource management (HRM) teaching through a divergent project management education approach. In taking this approach, we provide students with realistic simulations that enable them to engage with the 'central concepts and principles ' (Williams van Rooij 2009: 210) of the HRM discipline. As a consequence, students become more adept at assessing complex HRM situations and make better-informed judgements that they can justify. In so doing, students develop 'transferable and professional skills needed for project management' (McLoughlin & Luca 2002: 572) .
We develop project management case studies so that our students can explore divergent approaches to realworld HRM situations. Our approach aligns teaching, student development and assessment with industry and university requirements -while accommodating diversity (Biggs 2003: 141) . Our students investigate 'real world problems' to develop their 'autonomy, independence, critical thinking, creativity and disciplined enquiry' (Tennant, McMullen & Kaczynski 2010: 173) , that they might better address unexpected HRM demands of the future.
Instigating project management and effective teaching
Project management process skills are used in higher education teaching and learning across the world (Phelps, et al 2000) . Such skills should be implemented so as to fully engage students, where a one-size-fits-all approach will not suffice. McLoughlin and Luca (2002: 576) suggest that project management provides opportunities for authentic task planning. We are particularly interested in its capacity to engage students in their learning, and to enhance their ability to make connections between theory and workplace relevant practice. In this section, we explore project management, higher order thinking and effective teaching and learning.
Through project management education, students gain independent learning skills. Ideally, educators will provide an appropriate level of scaffolding that is reduced as students' knowledge, skills and abilities are enhanced (William van Rooij 2009) . Project management case studies are championed for their capacity to provide insights into practical situations (Williams van Rooij 2009) that enable learners to identify 'cause and effect, and help readers recognize the powerful influence of the context on behaviour' (Falchikov 2005: 8) . Project management education provides opportunities for students to develop informed, creative, critical thinking, to articulate their arguments more effectively (Wang & Wang 2011: 210) , and to develop transferable skills. As McLoughlin and Luca (2002: 577) argue, 'in the environment for project management, learners must defend the decisions they make in completing tasks, articulate plans with team members and defend the solutions and proposals that they make'.
Five criteria are said to be vital to project-based learning; they are outlined as follows.
The projects must be (a) central to the curriculum, (b) focused on questions or problems that drive learners to encounter and struggle with the central concepts and principles of a discipline, (c) a constructive investigation or goal-directed process that involves inquiry, knowledge building and resolution, (d) conducive to student autonomy, choice, unsupervised work time, and (e) realistic, focusing on authentic challenges where the solutions have the potential to be implemented (William van Rooij 2009: 210-211) .
Project management activities of 'planning, organising, controlling and reporting' provide tertiary students with learning opportunities to engage in discrete, time-specific, goalorientated and stimulating real-world activities. When implemented responsively to student learning and discipline requirements, project management can facilitate student development (Phelps, Ledgerwood & Bartlett 2000) . It is ideally suited to online application (William van Rooij 2009) . Most large higher education providers are using some online project management initiatives in their courses (Abdous & He 2008) . However, project management is not without cultural and staff development challenges. Therefore, the application of project management should be continually monitored and refined to meet organisational, student and staff capacities (Phelps, Ledgerwood & Bartlett 2000) .
We advocate teaching strategies that engender a pedagogy of learning and discovery (Tennant, McMullen & Kaczynski 2010: 173) to develop a learning climate (Biggs 2003: 64) that creates and sustains student motivation (Biggs 2003: 61) and higher order thinking. Higher order thinking is exhibited through informed judgement, planning and the capacity to consider multiple perspectives as a part of decisionmaking (Wang & Wang 2011: 212) . 56 Higher order thinking is facilitated through critical thinking, including 'making judgments, generating ideas, exploring consequences, reviewing options, monitoring progress … reflective thinking, integrative thinking, and deep thinking' cognitive processes (Wang & Wang 2011: 208) . It is suggested that 'students must develop thinking skills in all higher order thinking aspects in order to meet the challenges of the fast changing world' (Wang & Wang 2011: 213) . We suggest project management is a useful approach to facilitate that process.
Higher order thinking is developed through critical thinking and self assessment. In a teaching arena, critical thinking is illustrated through students' capacity to consider the implications of their decisions, to explain their arguments clearly, to support them through reference to pertinent factors, including the social context. Critical engagement 'is a rational reflection on one's own and others' ideas in order to get a clearer understanding of an issue' (Bak 2003) . To embed student learning through their project management activities, we provide opportunity for self-assessment and reflection. Collaboration and group work through practice case studies enable 'self-reflection and joint construction of knowledge' (Du, et al, 2005: 13) . Self-assessment can be emancipating as 'it contributes to the development of … students' self-knowledge and self-understanding' (Boud 1995: 20) .
Our challenge as educators is to create an environment that encourages students to move outside their comfort zone so that they can develop and apply new knowledge. Thinking is encouraged when the processes that enhance it are 'explicit rather than implicit' (BeharHorenstein & Niu 2011: 36). Students should not have to second-guess what might be assessed (Falchikov 2005: 37) . When students know what they can do and how to go about it (Biggs 2003: 59) , they will be motivated to achieve and will expect success (p. 56). A divergent approach enables a level of risk taking as it recognises 'many possible answers' (Falchikov 2005: 7) . We encourage students' critical thinking and rely on their 'creativity and interpretation' to identify and defend their interpretations of the factors that impact upon situations as presented in a case study (Falchikov 2005: 7) .
Teaching environments that enable students to request additional information as a part of the learning simulation enable another dimension of realism (Falchikov 2005: 8-9) and learning. Through the use of case studies, and the availability of additional information, assessors can align assessment practices with activities that take place in real workplace settings -as distinct from the often artificial constructs of university courses. This informs and improves both student and assessor judgement, while meeting their respective requirements (Boud & Falchikov 2007: 23) , through formative (identification of capacity for improvement) and summative (judgement/diagnosis of present position) assessment processes (Falchikov 2005: 3).
Diversity within groups can be accommodated (and classified) through a three-tier, cumulative, developmental system as identified by Habermas (Falchikov 2005) and further developed through action research as described by Kemmis (2001) , who proposes that there are three distinct approaches i) technical or instrumental, ii) practical, and iii) emancipatory. Each enables identification of differing developmental achievements, or sets of objectives, which students/participants hold. The distinctions Kemmis makes offer useful diagnostic instruments through which teachers (and students) can assess a range of goals and achievements (learning outcomes), from achieving functional improvements to more emancipatory goals.
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[1] a technical or instrumental (or means-ends) interest in the case of empirical -analytic research -that is, an interest in getting things done effectively; [2] a practical interest in the case of interpretive research -that is, an interest in wise and prudent decision-making in practical situations; [3] and an emancipatory interest in the case of critical research -that is, an interest in emancipating people from determination by habit, custom, illusion and coercion which sometimes frame and constrain social and educational practice, and which sometimes produce effects contrary to those expected or desired by participants and other parties interested in or affected by particular social or educational practices (Kemmis 2001: 92, emphasis in original) .
Also referred to as Brew's typology, Falchikov highlights the system's capacity to 'enable us to classify self and peer assessment studies according to the level of student involvement ' (2005: 128) . The distinctions provide a heuristic device through which we can compare teaching approaches and outcomes. Therefore, we use them to assess the effectiveness of the practice case study presented here.
We implemented a project management case study process in our HRM teaching program. We designed it to facilitate our students' learning about, and engagement with, the technical, practical and potentially emancipatory elements of our discipline. Our overarching goal is to align our teaching, student development and assessment towards industry and university requirements and, of course, to enhance our students' learning.
The context for project management education practice case study
The context for our practice case study exercise is a third-year undergraduate HRM course that is offered at the University of Waikato, in Hamilton, New Zealand. The students are required to study organisational behaviour before this class. Some have work experience in HRM but, as a rule, this is their first introduction to studying HRM in a tertiary institution. We developed a project management case study process that we integrate throughout the teaching period, building towards the final examination and work life (an outline is provided in Appendix A). Through the use of practice case studies, we work to develop our students' higher order thinking through project management decisionmaking.
The project management case study process described here is integrated into a 12-week semester of teaching, which is followed by a two-hour examination. It has run in three iterations between 2010 and 2011 with 42, 37 and 67 students. On average, 44% of students are completing a bachelor of management studies degree, 30% are completing a bachelor of social science degree, 18% are completing a graduate degree and 8% are completing a range of management diplomas. Usually 50% to 80% of the students are female. About 74% of our students are New Zealanders, with the remaining 26% overseas students or permanent residents.
Method
Each semester, we develop a project management case study for our HRM students' end of semester examination summative assessment, for which they are required to answer questions in essay form. The examination is conducted through a formal process in accordance with our universities' requirements. In each case, we either develop entirely new cases, or modify existing ones to incorporate contemporary and contextual HRM issues. Recent past examination cases are used during the semester as project management cases (an example is 58 provided in Appendix B). Our approach recognises students' concerns about assessment. It aligns teaching, student development and assessment towards industry and university requirements. It also makes better use of the time that we devote to developing project management practice case studies for examination purposes, as these cases now form part of the body of future teaching.
During the semester, students are asked to imagine that they are HRM consultants working on a project-based learning management scenario, which we provide. They are required to critically reflect upon the case in the light of HRM, organisational, industry and contextual factors, and make recommendations in response to our project management questions, which they are expected to justify. The case study is based on a real, contemporary situation set in our local context 1 . Students have opportunities to practice, research, collaborate, make a formal presentation, learn from others' work and reflect upon their learning.
Overall, our approach is designed to develop students' skills and potential as follows: Technical skills -clarifying assessment requirements and expectations (reducing the need to second-guess), researching, collaborating and exploring summative formal examination writing skills; Practical skills -applying HRM knowledge, engaging in project management, developing through formative assessment learning and communicating -online, interpersonally and in writing; Emancipatory potential -higher order thinking, critical thinking and divergent thinking.
We conduct our practice case study over several weeks, through a combination of in-class and online engagements which we outline next.
Task 1: A practice case study to develop project management skills
A group of students is allocated a past examination project management case and its requirements, about which they do research, decide on an approach, write a group report, formally present to their class and lead a class discussion. Students work online to communicate and coordinate their project where they: 1) use appropriate HRM literature to analyse the case in association with organisational/contextual factors; 2) present their analysis to their tutorial group; and 3) write a referenced group report.
Task 2: Project management preparation based on excerpts from previous students' examination scripts to illustrate the divergent nature of HRM
Later in the semester, after the group presentations, we revisit the project management case. To illustrate the divergent nature of the cases, we lead a class discussion and co-produce a list of potential approaches for each of the required case questions (an example is provided in Appendix C). We then use excerpts from past examination scripts during in-class teaching, 2 and focus on conclusion writing. Conclusion writing is an area that students find challenging. We have found that it reflects student case study analysis skill levels, and is hence worthy of attention. Next, we distribute copies of the practice case study, examination questions and sample examination scripts. Students work in groups to analyse and prioritise case issues in relation to contextual factors. During this time they are encouraged to go online and research the project further as they develop their responses. At an appropriate time, the groups of 59 students are asked to draw together their reading, analyses and discussions into a written concluding paragraph based on the aforementioned material -i.e., as members of a project group assigned a practice case study. Next, the groups post their concluding paragraphs through an intranet system that is available to students and staff. Finally, all students are invited to critique and enhance the posted concluding paragraphs.
Task 3: We distribute the case study for the students' formal final examination (but not the examination questions)
At the last lecture of the semester we distribute the case study for the students' upcoming examination. The case is printed on bright coloured paper. Students are advised that they can research the case and write on the page, and that they can take it into the examination (to be held at a later date). The handout does not include the examination questions. Sufficient material is provided so that the students have a reasonable idea of the nuances of the examination, but not its detail or direction.
Student feedback
We sought student feedback on our initiative through two sources -a questionnaire and through analysis of their examination scripts. We administered a short questionnaire at the end of the tutorial where we conducted Task 2 (project management preparation based on excerpts from previous students' examination scripts to illustrate the divergent nature of HRM). Our students indicated our practice case studies reinforced their learning. Next, we provide quotations that reflect students' perspectives. They indicate the effectiveness of our project management case study process. We use Brew's typology to classify them under our key performance indicators 'according to the level of student involvement' (Falchikov 2005: 128) as follows:
Technical skills -clarifying assessment requirements and expectations (reducing the need to second-guess), researching, collaborating and exploring summative formal examination writing skills;
• Emancipatory potential -higher order thinking, critical thinking and divergent thinking.
• 'Through case studies I can learn and improve'
• 'There are many different but still correct ways to answer an exam question'
Examination scripts provided further insight into student development. We observed that the quality of students thinking and arguments has been enhanced. We consider this to be a key indicator of our success. We noticed that, in comparison to a typical examination setting, these students were calm before they went into the examination room. They were quietly confident, and ready for their 'race'.
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Discussion
We have found our project management exercise process provides an effective approach to enhancing student learning and awareness. In using this method, we are able to encourage students to consider multiple perspectives as part of HRM decisionmaking. Five criteria are argued to be vital to project-based learning (William van Rooij 2009: 210-211) . These five criteria are discussed below in the context of our project management practice case study process.
(a) Central to the curriculum. Practice case studies are central to our curriculum and assessment. A recent past examination is used for teaching purposes and to prepare students for a major assessment (Appendix A). Through class and online student interaction we work to create practical learning environments that motivate higher order thinking. Students are encouraged to think critically, creatively and independently regarding a case, while reflecting upon core HRM concepts.
(b) Focused on questions or problems that drive learners to encounter and struggle with the central concepts and principles of a discipline.
Our practice case studies provide a range of information that can be viewed, justifiably, from different perspectives (Appendix B). In all stages of the work presented here -including the examination -students are encouraged to conduct further research. From a potentially limitless range of information, students are required to make decisions to address questions or problems concerning the case and to argue in their defence. Thus, the practice case study creates a situation similar to HRM practice.
Self-knowledge and self-understanding are central to the HRM discipline, where balanced judgement and wise decisionmaking is required. It is argued that self-assessment can be emancipating, as 'it contributes to the development of a person' (Boud 1995: 20) . Therefore, opportunities for self-assessment are provided to enhance 'students' self knowledge and self understanding ' (Boud 1995: 20) . Skills development and self-assessment are enabled through group work, where students debate, and articulate skills and processes (Boud 1995: 18-19) .
(c) A constructive investigation or goal-directed process that involves enquiry, knowledgebuilding and resolution.
We suggest that, as educators, our challenge is to create learning environments that motivate learning and discovery -ideally higher order thinking -through a range of approaches including independent and group work. We work to develop contexts where students can safely learn by doing, including from making errors. The teaching learning activity described here presents students with scenarios that they must investigate, recommend solutions for and be able to defend.
Through our real-world project management practice case study processes, students are required to research and consult in order to enhance their knowledge. For example, we provide students with the examination case before the examination and allow them to take notes into the examination room. This process enables students to make more sophisticated decisions regarding a given situation -to think critically and reflect upon different potential approaches, and to consider their potential outcomes. We suggest our approach to the examination extends student learning, provides a truer test of student abilities and a more realistic simulation of project management.
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(d) Conducive to student autonomy, choice, unsupervised work time.
Our practice case study scenarios enable students to work alone, online or in teams, as they critically evaluate and consider a broad range of potential factors and approaches (examples provided in Appendix B), along with their expected and unexpected consequences. Students work unsupervised as they decide for themselves the 'best' approaches to scenarios we pose.
(e) Realistic, focusing on authentic challenges where the solutions have the potential to be implemented. 'Authentic' participation is argued to be a necessary aspect of liberation processes. We have chosen a participatory teaching process that engages students to become actively involved in the enhancement of their learning experiences. Our practice case studies provide students with exposure to HRM situations where they must make decisions, but also where they must consider contemporary contextual factors that impact on workplace decisions and practice.
By taking a divergent approach, we provide students with authentic challenges as they decide on and justify the approaches they recommend for implementation. As we discussed earlier, divergent tests have 'many possible answers' (Falchikov 2005: 7) . We rely on 'the creativity and interpretation of the testee' (our students) to identify and defend their answers (Falchikov 2005: 7) . Such an approach can be new and challenging for students who are less cognitively developed; their initial assumed approach appears to lean towards surface learning. It seems that (some of) our educational systems reward students for memorising and regurgitating material. That approach does not fit with the HRM discipline or the skills we seek to develop through project management. Embedded in our approach is a commitment to making the implicit explicit -i.e., enabling students to see some of the approaches that could be taken in addressing a practice case study and clarifying expectations. Through our real-world project management practice case study processes, we work to enhance student learning at a deeper level, by scaffolding their initial learning through the practices described here.
Conclusion
We believe the project management case studies that we have developed prepare students for real-world project management and generally enhances their learning outcomes. The process also enables them to self-assess as they work together. Our claims are supported through student feedback, the calm way they approach their examinations and the quality of their examination scripts. Overall, the project builds students' HRM project management, group work and online skills, while extending their capacity to critically reflect on diverse approaches to project management scenarios. An overview of HRM subject matter covered
In-class and online group work, to read, analyse and discuss material in order to write a concluding paragraph that illustrates the level of understanding and skill
Reduces the need to secondguess the examination Enhanced insight into the divergent nature of HRM and its application in practice
Confidence to express own ideas online with a critical audience
